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 1 
Employing Formative Assessment in Secondary School 
 
Abstract 
  
The Assessment is for Learning programme has been implemented by Learning and 
Teaching Scotland over recent years and there will be further developments throughout 
the curriculum up until and beyond 2007. This paper re-examines the techniques of 
formative assessment that can progress pupil learning and appeals to teachers to review 
their practice against the background of the research. The purpose of the paper is to 
implore practitioners in all parts of the U.K. to embark upon a more systematic review of 
their teaching with regard to formative assessment. In light of the research nationwide 
practitioners now have a plethora of effective techniques that can be embedded within all 
aspects of teaching in order to enhance their practice. Teachers may now wish to re-
examine their own teaching with a view to exploiting the various strategies and 
techniques to benefit their pupils.  
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Overview 
There are various techniques in formative assessment that can enhance teaching and 
learning by providing a more focused application for pupils. As with many aspects of the 
learning process, target setting, which was previously the domain of the teacher, has 
moved in to the realm of pupil responsibility. The benefits of sharing the learning 
objectives with pupils are now becoming widely known as opposed to former practice, 
which took pupils on an unknown journey. Glover and Thomas (1999) emphasise the 
LQYROYHPHQWRISXSLOVLQOHDUQLQJLQGHHGDGYRFDWLQJµGHYROYLQJSRZHUWRWKHOHDUQHUV¶
without which, they claim, interactive formative assessment is not possible. Similarly, 
introducing lessons in a particular way to help pupils and teachers share their 
understanding of learning objectives and ensure clarity of purpose has proven to be more 
effective. Again, some teachers are aware of the various roles that they can adopt to aid 
WKHLUSXSLOV¶OHDUQLQJLQDPRUHSURDFWLYHZD\WKDQLQWKHpast, and so are more focused 
RQSXSLOV¶learning as opposed to their own teaching. That is, the focus is more on the 
FKDQJHVWDNLQJSODFHLQSXSLOV¶PLQGVDVRSSRVHGWRWKHHIIHFWLYHQHVVRIWKHWHDFKHU¶V
performance. Questioning techniques are being reviewed and more sensitivity and 
precision is being applied to assessment in all its forms. Lesson endings, like beginnings, 
are more structured while the recording of pupil progress is developing to facilitate more 
rigorous monitoring of individual pupil progress. What follows is a more detailed 
analysis of each of these areas with a view to assisting practitioners to focus on areas for 
development in their own practice. 
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Target-setting 
This section explores the advantages of pupils setting their own targets and attempting to 
overtake such targets proactively; this strategy could relate to an individual lesson or to a 
longer period of learning. In the past target-setting has been the prerogative of the 
teacher. The pupil was not considered sufficiently competent to set appropriate targets or 
to adopt a metacognitive approach to learning. However, learning is clearly more 
effective when pupils take more responsibility for the management and the overtaking of 
their targets. 
(Schunk 1996)  
 
 This sense of responsibility is developed by the teacher creating a climate of reciprocal 
trust and respect in the classroom so that pupils can develop their own learning in a safe 
environment. Benefits are to be gained from teachers adopting the role of the facilitator in 
what 9\JRWVN\UHIHUVWRDVWKHµ]RQHRISUR[LPDOGHYHORSPHQW¶7KLVLVGHILQHGDV 
 
µthe distance between the actual development level as determined by independent 
problem solving and the level of potential development as determined through 
problem solving under adult guidance or in collaboration with more capable 
SHHUV¶ (Vygotsky 1978 P202)  
 
In the latter pupils are more likely to be able to take the next step and learn actively by 
making the connections between prior learning and the next phase. Initially this would 
take place with teacher support, which would lessen in time and lead to increasing 
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autonomy lying with the pupil. This should also result in more opportunity for sustainable 
learning for those pupils. For this to be effective teachers need to build an intimate and 
GHWDLOHGNQRZOHGJHRIWKHLUSXSLOV¶WKLQNLQJDQGDVVLVWWKHPZLWKIDLUO\VSHFLILFDGYLFH
and scaffolding, in achieving the next stage. It also requires teachers to convey a 
construct of quality work with pupils. Sadler (1989) states that with exemplification and 
VXSSRUWSXSLOV¶LGHDVRITXDOLW\DSSURDFKWKRVHRIWKHWHDFKHUWKLVLVZKDWKHUHIHUVWRDV
µJXLOGNQRZOHGJH¶3-144). This construct knowledge is clearly a pre-requisite for 
pupils taking responsibility for their own learning and for setting their own targets since 
success is only possible if the end results are clearly delineated. In this context learning is 
DGYDQFHGWRDJUHDWHUH[WHQWVLQFHQRWRQO\LVWKHOHDUQHU¶VFRQFHSWXDODZDUHQHVVUDLVHG
but he/she also develops an increasing awareness of his/her own metacognition. 
Therefore, self-assessment and meaningful learning are inextricably linked. These shifts 
in awareness also help pupils to become more focused on the purpose(s) of the activity, 
which consequently enhances motivation in addition to learning. With such insight and 
engagement pupils become more proficient in monitoring their work continuously during 
production and again developing sustainable learning and self-assessment skills. They 
develop a repertoire of approaches such as editing and self-evaluating in addition to that 
of setting their own target(s) since their needs become apparent as part of the procedure. 
6RSXSLOV¶LQFUHDVLQJDZDUHQHVVRIWKHLUGHYHORSLQJVNLOOVFRPELQHGZLWKDQHQKDQFHG
awareness of their goal leads to an ability to determine their priorities for development 
and ultimately to more focused learning.  
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Target setting is proving very beneficial in Stewarton Academy (East Ayrshire) where 
pupils in the English department set personal targets at the beginning of term on skills 
checklists. These are specially designed A4 sheets of paper that list the various skills in 
the four modes of Reading, Writing, Listening and Talking. Pupils are directed by the 
teacher to select a few of these on which to focus over the following weeks. They tick the 
³WDUJHW´ER[HVDWWKHEHJLQQLQJRIWKHWHUPDQGDUHUHPLQGHGWRFKHFNEDFNRQWKHWDUJHWV
ticked from time to time throughout the term. At the end of term pupils are directed to 
reconsider the targets and eiWKHUWRWLFNWKH³WDUJHWDFKLHYHG´ER[RUWRFRQVLGHUFDUU\LQJ
their target forward to the next term, if necessary. More able pupils quickly become adept 
at setting, focusing on and ultimately achieving their targets. The less able require more 
supervision from their teachers who need to offer sensitive direction. Copies of the Target 
6HWWLQJ6KHHWVDUHNHSWLQSXSLOV¶IROGHUVWRIDFLOLWDWHWKHSURFHVVRIOHDUQHUVFKHFNLQJRQ
WKHLURZQSURJUHVVUHJXODUO\RUDWWKHWHDFKHU¶VGLUHFWLRQDWVSHFLILFSRLQWVWKURughout the 
term. Teachers need to encourage pupils to focus on a fairly small number of targets at 
any one time and negotiate with the reluctant and the over-ambitious pupils. 
 
Sharing the Learning Objectives  
This section describes the benefits of teachers and pupils being clear about the learning 
intentions. If this is achieved, then pupils are more focused on their goal and are 
consequently more likely to achieve it. In Kenmay Primary School (Aberdeenshire) 
lessons all start with a discussion of the learning objectives and teachers have noticed 
SXSLOV¶LQFUHDVHGIRFXVRQWKHLUOHDUQLQJDQGSXSLOVDUHDOVRXVLQJWKHZRUG³OHDUQLQJ´
more regularly which appears to indicate a concept shift.  
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Pupil focus and achievement can also be enhanced by the act of pupils visualising their 
own success. Pupils are thus prepared WRVXFFHHGLQIDFWWKH\FDQµVHH¶DPHQWDOLPDJH
of what the success looks like. Moreover, there is evidence to suggest that the learning 
objectives need to be well expressed if pupils are to comprehend fully what they are 
expected to learn. (Sadler 1989) Again, it would appear that pupils more successfully 
achieve the learning objectives if they are expressed in a concrete way and also when the 
WHDFKHUPRGHOVH[DPSOHV:RUGVVXFKDVµWKLQNLQJ¶µNQRZLQJ¶µXQGHUVWDQGLQJ¶HWFDUH
helpful for pupils because they link directly to activity in which pupils are expected to 
engage in the specific task. It appears to be less helpful to express the LOs as activities 
HJµ<RXDUHJRLQJWRILQGLQWHUHVWLQJ ZRUGVLQWKHSDVVDJH¶RUµ:HDUHJRLQJWREHGRLQJ
FORVHUHDGLQJWRGD\¶7KHIRUPHUZRUGLQJRI/2VWHQGVWRIRFXVPRUHRQWKHDFWLYLW\
itself rather than the purpose for learning, which is more likely to assist pupils in 
achieving their goals.  
 
Structuring Lesson Introductions 
The way in which a lesson introduction is presented to pupils can also influence the 
success of the learning. One effective lesson introduction format is to begin with an 
outline of the topic or unit of work as a way of providing the overview and then follow 
with the stimulus, if appropriate.  Thereafter, the LOs are introduced, discussed and 
clarified. A clear explanation of the activity follows and then the teacher models or 
demonstrates. Following this, it is important that the teacher reassures the pupils that their 
task is similar to the practice or model. Once pupils have begun the task is a good time to 
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stop and teach the criteria for success. This strategy enables pupils to engage with the 
task and its demands before encountering what is required for optimum success. This 
suggests that only once a basic understanding of what is involved in the completion of the 
task has been established are pupils able to receive ideas about how to maximise their 
achievement. It is important at this stage for the teacher to relate the purpose of the task 
to wider learning in the school and in the world at large as this again will help to increase 
pupil motivation. Here again pupils can benefit from being privy to the metacognition 
process and if they are taught how motivation impacts on learning success, they are more 
likely to apply themselves to the best of their ability.  
 
$XFKLQOHFN$FDGHP\(DVW$\UVKLUHXVHWKH³:DOW´DQG³:LOI´VWUDWHJLHVRIVKDULQJ
GGLQWKHSXSLOV¶IRFXVRQOHDUQLQJWKURughout the course of a lesson. Learning objectives 
are shared, discussed or negotiated at the outset and they remain visible throughout the 
lesson on flip-charts so that pupils can check their progress against them as they work. 
Teachers have noticed an improvement in pupils overtaking the objectives by this method 
as awareness has been heightened and it has become a class activity to focus on them.  A 
similar process is used in Tynecastle High (Edinburgh City) where an advanced organiser 
is presented to learners at the beginning of each lesson. This procedure assists some 
OHDUQHUVZKRDUHDLGHGE\WKHNQRZOHGJHRIWKH³ELJSLFWXUH´RIWKHOHDUQLQJWKH\DUH
helped to see what activities they will be expected to undertake in the course of the lesson 
and seem to consciously or subconsciously prepare for them. In addition, learning 
outcomes are also shared; stimuli and success criteria are discussed and negotiated as 
appropriate with learners at the beginning of each lesson. Once this approach becomes 
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routine learners know what to expect and they become more efficient at focusing on the 
features of the learning that are crucial; indeed they appear to be learning in a much more 
proactive way and are genuinely involved in their own learning. 
 
The Learning 
This parWFRQVLGHUVZD\VLQZKLFKWKHWHDFKHUFDQEHµIUHHGXS¶WRGHYRWHPRUHOHVVRQ
time to teaching in order to advance pupil learning to the maximum. The assessment of 
SXSLOV¶ZRUNKDVXQGHUWDNHQDSDUDGLJPVKLIWLQUHFHQW\HDUVLQWHUPVRILWVQDWXUHDQG
purpose. As a result of changes in the curricula, assessment is less about labelling and 
PRUHDERXWGHWHUPLQLQJWKHH[DFWVWDJHRISXSLOV¶GHYHORSPHQWDQGDVVLVWLQJWKHPWR
progress. There is a desire for an increasing focus on formative assessment in every 
aspect of learning and teaching from written work to everyday classroom interaction. 
Teachers can be more aware of opportunities to teach whether in the expository, activity 
RUIHHGEDFNSKDVHVLQGHHGWHDFKLQJLVµDFRQVWDQWUHJXODWLRQRIOHDUQLQJ¶:LOLDP2002 
37HDFKHUVDUHFOHDUO\PRUHHIIHFWLYHLIWKH\DGGUHVVSXSLOV¶LQGLYLGXDOQHHGVE\
making it their business to know at what stage of development each pupil is and how to 
assist them to move to the next stage.  
 
Teachers are aware of the need to express clarity about purpose and audience, and of the 
importance of deconstructing exemplars in order to analyse specific features in addition 
to explicitly teaching the skills involved. As already stated, at each stage of the learning 
teachers are becoming more aware of the need to engage pupils in metacognitive 
thinking. The more autonomy pupils are helped to develop, the more effective, the more 
 9 
motivated and the more self-reliant they become. Deakin Crick et al (2002) advocate that 
pupils are taught a language for metacognition if they are to be strategically aware of 
their learning. The crucial points, then, are that teachers need to have detailed knowledge 
of the strengths and the development needs of the learners in order to assist pupils to 
move to the next stage of their development in addition to equipping pupils with a 
language with which to analyse their own learning. 
 
It could be said that there is a cultural shift involved for the entire learning community in 
accepting the fact that learning should depend less on the right answer and more on 
working with the response offered in a way that takes learning forward in a supportive 
way. (Black and Wiliam 1998) Pupils need to see that they are personally valued if they 
DUHJRLQJWRYROXQWHHUSRWHQWLDOO\µZURQJ¶DQVZHUV\HWKDYHWKHPUHFHLYHGSRVLWLYHO\
This necessitates the climate of mutual respect and trust referred to earlier. Such a climate 
encourages divergent thinking and activities are more likely to involve thinking skills and 
problem solving tasks while the range of teaching methods are likely to provide pupils 
ZLWKPRUHUHVSRQVLELOLW\IRUKRZWKH\OHDUQ,QIDFWWHDFKHUVQHHGWRµUHFRQVWUXFWWKH
WHDFKLQJFRQWUDFW¶3HUUHQRXG3-101) if formative assessment is going to succeed 
in breaking the established classroom habits and focus on developing new, more effective 
ways of working. There is, in this climate, a more collaborative approach to learning with 
an emphasis on analysis and discussion. The essential implication for lesson planning, 
thHUHIRUHLVRQHWKDWPRYHVWKLQNLQJIURPµ:KDWDP,JRLQJWRWHDFKDQGZKDWDUHSXSLOV
JRLQJWRGR"¶WRµ+RZDP,JRLQJWRWHDFKWKLVDQGZKDWDUHWKHSXSLOVJRLQJWROHDUQ"¶
(Black et al 2002 P19)  Additionally, teachers need to plan assessment so that they know 
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how and when the assessment will occur just in the same way that they do lesson content. 
In the lesson itself, it means that the traditional roles of teachers and learners change from 
expert and novice into a learning community in which everyone is learning and everyone 
is valued. Pupil perception about the purpose of the assessment is another aspect which 
teachers need to consider. If pupils are taught that tasks are about learning rather than 
performance or assessment this also has an impact on the effectiveness of the learning. 
(Pollard et al 2000) 
 
A practical issue for teachers is, as always, time management. The teacher needs to 
engage with a number of pupils in the course of the lesson while avoiding devoting too 
much time on a few. Managing the teaching so that pupils are involved in discourse with 
the teacher on a one-to-one basis from time to time is crucial. Moreover, these 
interactions should be meaningful and productive. A delicate balance can be found in 
which the teacher can genuinely help pupils to progress their learning and witness real 
progress without spending more time than is necessary. Again, this management requires 
planning and record keeping ensuring that all pupils are helped in such a strategic way 
over the course of a term or session. Similarly, careful time management is required in a 
lesson in order to incorporate questioning, direct feedback, redirect the learning, facilitate 
self-/peer-assessment or provide exemplification at the appropriate times.  
 
A related issue is tKDWLISXSLOVDUHWRJDLQIXOO\IURPWKHWHDFKHU¶VIRUPDWLYHDVVHVVPHQW
then they need to be helped to become more proactive in making progress. Pupils can be 
encouraged to review their own previous, similar work before embarking on their work, 
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and indeed forming an ongoing process of self-evaluation. The feedback pupils obtain 
from their own previous, similar work is important with regard to their belief in being 
able to learn. (Brookhart and DeVoge, 1999). Such a process is employed in Battlefield 
Primary School (Glasgow City) where teachers write carefully worded questions on 
SXSLOV¶ZRUNWRKHOSWKHPWRWKLQNPRUHDERXWDSDUWLFXODULVVXHDQGWRZRUNDWSURGXFLQJ
an answer to the question. Pupils are directed to engage in this activity before beginning 
follow-up or new work, which assists with continuity of learning and, indeed, maximises 
the learning opportunity. Progress in learning is all the more likely to take place in such 
an ethos where teachers are demonstrating a genuine commitment to assisting SXSLOV¶
learning and make class time available for pupils to follow up and take their thinking 
IXUWKHU7KLVSURFHVVKDVWKHDGGHGEHQHILWRIHQKDQFLQJSXSLOV¶VHOI-esteem, so crucial to 
learning, and it simultaneously frees up teacher time for engaging with individuals 
requiring support with the process. 
 
There also need to be opportunities for pupils to express their understanding in any 
lesson; they need to show that they can apply, or at least express their learning since we 
know that this is how new material is assimilated. As Smith says the teacher needs to 
SURYLGHµ«RSSRUWXQLWLHVLQDQHQYLURQPHQWZKLFKLVVDIHIRUVWXGHQWVWR³VKRZWKH\
NQRZ´¶6PLWK$3 
 
7KHUHLVDOVRWKHTXHVWLRQRIJHQHULFOHDUQLQJRUSXSLOV¶DFTXLVLWLRQRIWUDQVIHUDEOH skills. 
These supersede the particular activity in which pupils are engaged and can be applied to 
other activities and forms of learning. Clearly, this is, again, a more productive form of 
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learning that produces important life skills and lessons that incorporate such learning are 
inevitably more beneficial. 
 
Certain lessons should also enable pupils to achieve their own targets set either at the 
beginning of the lesson or at the beginning of the term or unit of work. Learners should 
be increasingly autonomous in deciding on the next step to progress their learning and 
WHDFKHUVQHHGWRUHFRJQLVHHDFKSXSLO¶VVWDJHDQGVXSSRUWWKHPLQWKLVGHFLVLRQ-making. 
In line with earlier statements of the efficacy of developing pupil autonomy, it is 
beneficial that pupils should have a say in who helps them if and when they require it. 
This reinforces the idea of pupil autonomy in progressing learning. 
 
)RUPDWLYHDVVHVVPHQWE\LWVYHU\QDWXUHLPSOLHVWKDWWKHWHDFKHU¶VRQJRLQJDVVHVVPHQW
of pupils and their progress are central to real learning. Consequently, teaching 
DSSURDFKHVQHHGWRYDU\LQRUGHUWRWDNHDFFRXQWRIGLIIHUHQWOHDUQLQJVW\OHVµ,I\RXDUH
self-consciously auditing your teaching to ensure that there is a balance then you are 
beginning to access your stXGHQWVLQWKHLUSUHIHUUHGOHDUQLQJVW\OH¶6PLWK$3
Clearly then, there are benefits from teachers planning as wide a variety of strategies as 
possible for inclusion in their teaching.  If formative assessment is about assisting 
individuals to progress then adapting teaching styles and learning situations to suit 
individual learners is crucial and means that all learners are more likely to have their 
needs met more often. 
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Quality questions 
Over time there is a danger of complacency when it comes to questioning. With all the 
demands of curricular innovation, there is less and less time for teachers to review the 
basics yet it is important for the quality of learning that every aspect of lessons is 
planned, including time for questioning. Practitioners need to use questions that go 
beyond recall in order to promote, challenge or broaden the range of pupil experience. 
We need to be aware that questioning is one of our most effective in creating learning 
rather than simply testing learning. Wrong answers are not only useful, but are essential 
to promote learning and broaden the range of pupil experience. Practitioners need to keep 
checking the wording of questions to ensure clarity and to attempt to tailor questions to 
VXLWWKHLQGLYLGXDO¶VVWDJHRIGHYHOopment.  
 
This kind of planned questioning has improved the ethos and the behaviour of children at 
Tullynessle School (Aberdeenshire) for example. The pupils are encouraged to ask 
questions of the teacher and each other, as a regular feature of lessons, in addition to 
being helped to think more about the responses to the questions. This tends to slow down 
the pace of lessons resulting in less coverage of the curriculum and more quality in the 
learning, the ultimate goal of effective teachers. The teachers in Tullynessle see 
WKHPVHOYHVPRUHDVIDFLOLWDWLQJSXSLOV¶OHDUQLQJUDWKHUWKDQEHLQJWKH³IRQWRIDOO
NQRZOHGJH´ZKLFKKHOSVWRHQVXUHPRUHDFWLYHOHDUQLQJLQWKHFODVVURRP*LYHQPRUH
responsibility for their learning, pupils will take more and learning will be more likely to 
EHGHHSHUDQGPRUHPHDQLQJIXO5HVXOWVKDYHLQFOXGHGDQLPSURYHPHQWLQSXSLOV¶IRFXV
RQOHDUQLQJDQGLQWKHWHDFKHUV¶NQRZOHGJHRISXSLOV¶VWDJHVRIOHDUQLQJ 
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Again, the practical issues include the choice of whether learners are expected to raise 
their hands with a response or whether the teacher instead selects an individual, taking 
DFFRXQWRIDWWDLQPHQWDQGQHHGV,WLVLPSRUWDQWWRKDYHµZDLWWLPH¶%ODFNHWDO3
so called because learners require thinking time between the question and the response. 
This technique also helps to create the right climate for learning; one in which everyone 
is expected to have an answer and to contribute and where all answers are classed as 
valuable to the learning experience. To provide support to pupils in responding to 
questions, pairs may consult before answering, thus relieving the pressure on individuals. 
Group questioning enables the teacher to set more or less challenging questions to ability 
groups who can confer before responding. As with all monitoring of learning, the 
responses to questions can helpfully inform future planning and teaching. 
 
Another strategy is to encourage pupils to formulate their own questions and then ask 
each other since the act of formulating questions encourages deeper thinking about the 
topic. Foos et al (1994) and King (1992) found that pupils preparing for exams in this 
way out-performed comparable groups who prepared in conventional ways. Perhaps this 
is partly because the fear of failure is removed and pupils are encouraged to be open and 
honest and focus on self-improvement rather than praise, marks or right answers. This 
strategy also involves a larger number of pupils in active learning than the more 
traditional method of questioning where the teacher asks all the questions and where 
learning is passive for the majority of pupils. A small, practical technique is to have 
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pupils actively involved by inviting them to write the answer on the board, rearrange 
cards or suchlike, which is also a further support to some kinaesthetic learners.  
 
The Importance of Feedback by the Teacher  
Assessment, as indicated above, is implicit in the learning process and should involve 
pupils meaningfully, leading to developments in their learning. The ongoing feedback 
that is central to meaningful assessment in its multiplicity of forms should help learners 
to perceive the gap between current and desired knowledge and ability and should also 
help to identify the action necessary to close the gap. This is, indeed, the scenario in the 
classrooms of many committed practitioners. 
 
A climate that encourages an exploration of ideas rather than one that judges responses is 
far more likely to promote learning. In creating this climate, the teacher needs to take 
account of the impact of feedback upon learners. Insensitive feedback can damage 
OHDUQHUV¶DWWLWXGHWRZRUNDQGPRWLYDWLRQWROHDUQLQDGGLWLRQWRWKHLUVHOI-confidence, self-
esteem and self-efficacy. It must, at this stage, be remembered how crucial motivation 
and self-esteem are to learning so ultimately feedback that emphasises the positive will 
be more effective and productive than that which is less so. According to Cowie (2004), 
in any one activity pupils are working towards three goals simultaneously. These are: 
completion of work tasks, effective learning and social acceptance. When these conflict 
pupils tend to prioritise the social acceptance goal, which means that many will reduce 
their contributions for fear of damage to their reputation and their feelings. The way in 
which the teacher deals with pupil contributions is, therefore, crucial. Clearly, good 
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formative assessment is by its very nature ipsative rather than normative; it should 
promote real learning through building self-esteem. 
 
Teachers, as professionals, are now aware that the power of praise is immense if it is 
specific, credible and sincere. Therefore the amount of positive feedback or praise needs 
to be greater than the feedback on development needs. Pupils are limited in the amount of 
feedback that they can take on board so it makes sense to provide about twice the number 
of strengths to the number of development needs. These are most effective if they focus 
on the most important learning goals. Again, the wording is vitally important. After 
conveying the strengths, the teacher needs to be aware of the connective employed before 
FRQYH\LQJWKHGHYHORSPHQWQHHG,IWKHWHDFKHUFDQXVHµDQG¶RUEHWWHUVWLOOµQRZ¶WKHQWKH
overall impression for the learner is a far more positive one. Formative feedback implies 
uQGHUVWDQGLQJWKHFDXVHVRIGLIILFXOW\DQGLWLVWKHWHDFKHU¶VSURIHVVLRQDOGXW\WRDWWHPSW
to provide pupils with ways of circumventing these difficulties. The feedback itself will 
be clear, specific and attainable if learners are going to understand it and be able to utilise 
it.  
 
7KH³WZRVWDUVDQGDZLVK´VWUDWHJ\IRUSRVLWLYHDQGFRQVWUXFWLYHIHHGEDFNLVIXOO\
embedded and used to good effect in Battlefield Primary School (Glasgow City). 
Teachers write two positive comments that are designed to focus on those aspects that 
have successfully achieved the criteria and celebrate that fact. This is proving to be 
motivational for pupils who then strive for further success. The comment on the 
development need is written sensitively yet specifically focuses on how the learner can 
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work to overtake the need.  With this process, pupils appear to be more focused on their 
strengths and development needs and take a more active role in their learning. At the 
same time the number of strengths always outweighs the number of development needs, 
HQVXULQJWKDWWKHFKLOG¶VVHOI-esteem remains intact. Another successful strategy in 
IHHGLQJEDFNWRSXSLOVLVWKDWWHDFKHUVDUHLQGLFDWLQJLPSURYHPHQWRQDSXSLO¶VSUHYLRXV
(similar) work with a plus sign; no improvement with an equals sign and any regression 
with a minus. This has allowed for the abolition of grades and marks, so detrimental to 
self-esteem, resulting in each child measuring his/her performance against the last rather 
WKDQDJDLQVWRWKHUSXSLOV¶RUDJDLQVWDEDQNRIJUades. This is clearly a more healthy way 
of assisting pupils to focus on their own growth in learning and to develop an ability to 
monitor their own progress for its own sake. 
 
Practicalities of Assessment 
Pupils respond better to being assessed when they have been consulted about some of the 
practical aspects and given some choices in how assessment is administered. Indeed, the 
DFWXDOSURFHVVRIDVVHVVPHQWGHSHQGLQJRQKRZLWLVSUHVHQWHGFDQHYHQUDLVHSXSLOV¶
self-esteem and enhance learning. Pupil knowledge that assessment is ongoing including 
routine oral activities helps pupils to perceive that their learning is being driven at all 
times. Also, knowing in advance what activities and tasks will be assessed is beneficial 
for pupils since they cannot determine this intuitively from the multitude of activities in 
the various lessons. Art lessons in Tynecastle High School blend formative and 
summative assessment with pupils being given summative grades along with strengths 
and development needs comments, thus enabling pupils to have the information they so 
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often crave for assessing themselves against the grades allocated to exam work while also 
providing encouragement for successes achieved and offering advice about how to 
improve further. Aware of how important it is that pupils feel secure in order to be 
successful, teachers ensure that pupils know precisely what is being assessed in amongst 
the variety of activities, are clear on the success criteria and are fully informed about how 
the assessment will be administered. Teachers claim that pupil attainment has clearly 
improved as a result of these strategies. Having a mixture of formal and informal 
assessment is also beneficial because of the variation in pressure on pupils and because 
the informal assessments can serve as preparation for the more formal assessments.  
 
3HUKDSVLWLVQRWVXUSULVLQJWKDWSXSLOVDUHHQFRXUDJHGDQGUHDVVXUHGE\WKHWHDFKHU¶V
reference to official documents prior to assessment as targets for learning since this is 
likely to lend validation and weight. Teachers indicating the purpose of the assessment 
and attempting to generate an interest in the subject or topic of the test, will find that 
pupils are more motivated and focused, which leads often to more successful outcomes. 
Assessments are also more likely to be successful if they cater for a range of learning 
styles just as in the lessons themselves.  There are likely to be many benefits in 
employing a shared language of assessment criteria among all participants in the 
assessment process since this further promotes pupil ownership of their learning and a 
EHWWHUDZDUHQHVVRIH[DFWO\ZKDWLVUHTXLUHG3URPSWUHVSRQVHVWRSXSLOV¶ZRUNPDUNLQJ
it at the time or immediately afterwards is more effective and there are clear benefits in 
reducing routine marking to allow more focus on specifics.  Similarly, there are 
DGYDQWDJHVLQUHIOHFWLQJRQDFKLHYHPHQWWRDLGSXSLOV¶FULWLFDOWKLQNLQJDQGVHOI-esteem.  
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Teachers may wish to avoid definitive judgements and issue comments without grades 
for, at least, the early stages of courses. Otherwise pupils tend to focus on the grade or 
level to the exclusion of all else and their learning potential is limited.  The results of 
summative assessment can be used for some formative purposes. Maxwell (2004) talks of 
blurring the boundaries between summative and formative assessment and says that good 
summative assessment will provide feedback to assist learning although there are 
limitations in the application of such information.  
 
Self/peer-assessment 
This section describes the benefits of self- and peer-assessment that Sadler (1989) claims 
DUHµHVVHQWLDOWROHDUQLQJ¶3-144) and whose view is backed by the work of White 
and Frederiksen (1998). This is, in part, owing to the fact that pupils work at a cognitive 
level when self- or peer-assessing and also that self-esteem is raised by the fact that the 
teacher has entrusted the pupils to carry out such work effectively. Additionally, pupils 
are more amenable to accepting criticism from their peers than from their teachers or 
other adults who have power over them. However, pupils do require to be taught 
collaboration skills for this to be most effective. 
 
Metacognitive discourse led by the teacher is a crucial follow-up to self- and peer 
assessment to ensure progress in learning. It also helps to motivate learners by increasing 
self-esteem since pupils are being put at the centre of their own learning. The teacher 
questioning pupils about what processes took place during the learning produces very 
positive RXWFRPHVLQSXSLOV¶DFKLHYHPHQWDVLWWRRUDLVHVDZDUHQHVVRIPHWDFRJQLWLYH
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processes. From time to time it is beneficial for teachers to work through examples 
illustrating their own thinking processes in task completion as, although time consuming, 
it has positive outcomes in terms of raising attainment. It also helps pupils to see that 
difficulty is a normal part of learning and that they should persevere.  
 
In a Portuguese study conducted by Fontana and Fernandes in 1994, twenty-five 
mathematics teachers and 354 pupils aged 8-14 engaged in tests before and after a 
particular course. Both groups spent the same time and covered the same topics and both 
groups indicated signs of gain. However, the group who self-assessed achieved 
approximately twice that of the control group.  This was perhaps owing to the fact that 
pupils were taught the LOs and the criteria, they were given a choice of tasks and they 
assessed their own learning outcomes. (James1998) 
 
Another benefit of the process of pupils assessing their own work prior to the teacher 
doing so means that learners themselves will improve the work and learn more by doing 
VR$GGLWLRQDOO\WKHWHDFKHU¶VVXJJHVWLRQVIRULPSURYHPHQWZLOOEHPLQLPLVHGWKXV
enhancing pupil self-esteem. In order for this to work learners need to be fully aware of 
the meaning of the assessment criteria and or marks schemes. Learners require time in 
class to address these issues in the same way that they require time to deal with feedback 
about their work. The process works well in Pilrig Park School (Edinburgh City) where 
SXSLOVXVHWKHVXFFHVVFULWHULDWRDVVHVVHDFKRWKHU¶VZRUNLQFODVV7KHUHDIWHUKRPHZRUN
tasks involve pupils in self-assessment and then a brief written report on the extent to 
ZKLFKWKH\DJUHHZLWKWKHLUSHHU¶s assessment of their work. This process, then, involves 
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self- and peer-assessment and develops pupil autonomy. An increase in pupil 
independence and self-esteem was noted by teachers as a result of these strategies again, 
perhaps, because of the increased motivation resulting from ownership of the learning. 
Where this was not quite so effective was with autistic children who were overly 
challenged by such a task. In such an instance the amount of challenge was counter-
productive and resulted in damaging self-esteem. These pupils did, however, benefit from 
interacting in a group where they developed their social skills. 
 
End of Lesson Review 
Pupils need to be encouraged to express what they have learned at the end of a lesson to 
determine, first and foremost, that something has been learned. This can then be 
compared with the learning objectives set out at the beginning of the lesson. Pupils can 
then be asked to reflect on how successful their learning was and at what they still need 
to apply themselves. Again, there is a variety of methods of doing this such as pairs 
discussion, note making, written work, drawing, mind mapping, role-play, reporting to 
the class and so on. It is also beneficial to ask pupils how motivated they were and how 
much they think this contributed to their learning, as they will begin to realise from their 
experiences that motivation can have a significant impact. In Dalry Primary (Edinburgh) 
lessons end with a plenary in which pupils complete prompt cards about their learning in 
that lesson. They have to indicate the aspects of learning with which they are most 
pleased and the areas in which they require more support. This has proved effective in 
providing the right amount and type of support for pupils while also adding to the 
teachers¶NQRZOHGJHRIWKHLUSXSLOV 
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Recording Progress 
5HFRUGV\VWHPVDUHH[WUHPHO\LPSRUWDQWLISXSLOV¶SURJUHVVLVWREHPRQLWRUHGHIIHFWLYHO\
yet they need to be manageable and avoid adding to teacher workload, if at all possible. It 
is possible to use one, two or three record sheets for each pupil depending on the number 
of areas requiring records. These need to be held by the teacher although it may well be 
desirable for pupils to have access to these from time to time. If pupils can have access 
then they can copy their strengths and development needs from the record to their own 
workbooks and therefore keep their own record of their progress. This again promotes the 
LGHDRIWKHSXSLOV¶RZQHUVKLSRIWKHLURZQOHDUQLQJ3XSLOVFRXOGDOVREHDVVLVWHGLQ
keeping records of how they have addressed their needs. (Black et al 2002) This would 
DOVRQHJDWHWKHQHHGIRUWKHWHDFKHUWRZULWHFRPPHQWVRQWKHSXSLOV¶ZRUNLQDGGLWLRQWR
the record sheet(s). Accurate recording is important, although the analysis of results and 
acting upon them is more so. Recording itself does little more than raise awareness of 
SXSLOV¶DFKLHYHPHQW5HVXOWVDQGIRUPDWLYHDVVHVVPHQWFRPPHQWVQHHGWREHPRQLWRUHG
by teachers from time to time to assist pupils to make progress. Teachers need to be 
aware of where the pupil is in each aspect of his/her learning and be committed to helping 
each pupil to move forward. This is clearly an onerous task and has to be managed in 
sections with the teacher perhaps monitoring a small group of pupils at any one time.  
 
An alternative method is one used by Ardnamurchan High (Highlands and Islands). Pupil 
attainment is monitored by a computer programme, which can highlight the names of the 
pupils who are evidently not achieving their potentia. The Principal Teacher of English 
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pointed out that these results needed to be viewed with scepticism since the inflexibility 
RIVXFKDV\VWHPLVQRWDSSURSULDWHLQLWVHOIDVDPRQLWRURIOHDUQHUV¶SURJUHVV,WQHHGVWR
EHFRPELQHGZLWKWKHWHDFKHU¶VSURIHVVLRQDOMXGJHPHQWVince pupil progress is clearly 
affected by a host of factors.  
 
Conclusion 
This paper asks that teachers reconsider their own practice in formative assessment, 
which is crucial to meaningful learning. Pupils who are encouraged and assisted to set 
their own targets for learning and who know and understand the learning objectives are 
far more likely to make progress in their learning and learn more effectively. If the 
teacher can structure lesson introductions to direct the learning and thereafter ensure that 
every opportunity is taken to assist individuals to progress then he/she is providing a far 
more effective learning environment. Questioning is a teacher skill that is developed 
through time and with experience, yet time can unfortunately create complacency so it is 
worth rethinking our questioning techniques and adding to our repertoire where possible. 
Assessment is a very sensitive business being so closely tied up with motivation and self-
esteem. It is of paramount importance, therefore, that teachers are highly aware of the 
language used in their feedback to pupils and that they take opportunities to build self-
esteem whenever possible. Self- and peer-assessment are also crucial to progress in 
learning because of the autonomy with which they provide learners. At the end of the 
lesson practitioners are more aware of the importance of reviewing the learning in a 
meaningful way rather than simply ending with a consolidation activity. Finally, if 
meaningful learning is to take place in the long-term, teachers require an efficient 
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UHFRUGLQJV\VWHPWKDWDOORZVWKHPWRPRQLWRUWKHLUSXSLOV¶VWUHQJWKVDQGQHHGVLQRUGHUWR
track and assist with their progress.  
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